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The submitted paper deals with the issue of CLIL implementation at the Technical University in Zvolen, Slovakia, 
specifically with the CLIL teacher profile and the preparedness of the university teachers to apply CLIL into their teaching 
practice. The topic was selected due to the ever-increasing importance of English in everyday communication and for 
professional, academic, and scientific purposes. The nature of the research is qualitative; therefore, the SWOT analysis was 
used for analysing the current state of teacher preparedness for CLIL implementation. The study was conducted using a 
sample of 15 university teachers teaching disciplinary subjects via a structured interview. The interviews were 
subsequently analyzed, considering three aspects of CLIL teacher profile: professional background and expertise, 
methodological preparedness, and language preparedness. Individual strengths, weaknesses, opportunities, and threats of 
implementing CLIL were established in the analysis. The results indicated a general lack of language and methodological 
preparedness of teachers. On the other hand, all interviewed teachers were eager to improve in the specific areas to teach 
using the CLIL methodology since they all acknowledged the importance of language knowledge. Nevertheless, students' 
insufficient level of language preparedness could be a threat to implementing the CLIL methodology, which could 
eventually discourage them from attending lectures and seminars where CLIL elements are applied.  
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Introduction  
In the educational practice, teachers have been looking for the way which would be most fruitful 

towards their students and their self-satisfaction. In the second half of the 1990s, a new approach called 
CLIL (Content and Language Integrated Learning) emerged in Europe. It was also promoted by the 
plurilingualism movement in the European Union and covered in the Council of Europe when students 
should attain two foreign languages in their education. CLIL was ideal for employing the foreign language 
even in a content-subject lesson, so the students were exposed to the foreign language outside of language 
education. Adding the content to the language was also a great combination considering the language of 
professionals or academic field and improving the chances to study or work abroad, getting more 
information within the field of interest.  

Although CLIL methodology focuses on learners more than the teacher, the teacher remains crucial in 
the pedagogical process. The teacher is mainly understood as "the knowledge-owner." However, CLIL 
expands the teachers' roles into facilitators to the students' learning tasks, investigators of the new 
information, teaching-learning material creators, promoters of CLIL, and many more.  Though, the aim of 
this article is to address one of the crucial elements of CLIL lessons execution – the profile of the CLIL 
teacher. It is necessary to describe the starting state of a teachers' skills and needs to design an effective way 
to implement CLIL. Based on the research, we can state the following pillars of CLIL teachers – the 
discipline knowledge, pedagogical experience and skills, and finally, language proficiency. There are also 
mentioned some difficulties CLIL teachers face, including a dramatic increase in the workload and 
interpersonal clashes on CLIL implementation. Moreover, some authors mentioned the necessity to address 
the relationship between management and the teachers. On the other hand, the literature primarily deals with 
the description of the experience of teachers at the primary and secondary levels who have implemented 
CLIL to a certain extent, and there are few descriptions of CLIL teachers at the tertiary level described in the 
literature.   

Literature review 
The CLIL methodology was developed further in the next decade in well-recognised works of Marsh 

from 2000 to 2013, Mehisto et al. (2008), Coonan (2017), Coyle, D.  et al. (2010), Meyer, O. (2010), Ball et 
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al. (2015) and others. The previous works introduced theoretical principles and practical solutions to the 
implementation of CLIL into the educational system. CLIL is not only bilingual education but also dual-
focused education as it usually includes two languages (mother tongue and a foreign language). It also 
combines language and content input in various ratios. However, these specify only the very central aspect of 
CLIL. CLIL is defined as 4 Cs – content, communication, culture, and community (Coyle et al., 2010) and 
by four other elements content, language, integration, and learning (ECML - European Center for Modern 
Languages, 2004-2007). ECML was developed by an international group of experts (David Marsh (Finland), 
Do Coyle (UK), Stefka Kitanova (Bulgaria), Anne Maljers (The Netherlands), Dieter Wolff (Germany), 
Bronislawa Zielonka (Poland). Their work resulted in the production of a CLIL Matrix (ECML webpage) 
describing 16 mutual parameters of CLIL. The Matrix goes even further, developing each parameter in a 
description of the real-life example and measuring the CLIL expertise by the set of several questions related 
to the parameter.  The CLIL Matrix gives a “user-friendly” description of the complex topic of CLIL 
methodology. Another description of CLIL methodology is provided by Mehisto et al. (2008), who sees the 
main attributes of CLIL in the following parameters: multiple foci, safe and rich learning environment, 
authenticity, active learning, scaffolding, cooperation. The least common approach to the understanding of 
CLIL is presented by Meyer (2010) as the CLIL pyramid.  

Based on CLIL implementation in schools at all – primary, secondary, and tertiary levels throughout the 
first decade of the 21st century until now, some critical issues regarding CLIL implementation have been 
identified. As described by Cinganotto (2016, pp. 392-393), they include the preparation of teachers, 
especially disciplinary teachers, as they are not prepared for team teaching with language teachers. Secondly, 
introducing CLIL into their instruction means a significant additional workload to prepare materials, plan 
lessons. Finally, their further methodological training needs to be also mentioned. Other drawbacks often 
perceived by teachers are the lack of materials for CLIL lessons tailored according to the content and 
language level requirements and the dual assessment of CLIL lessons. CLIL implementation in Slovak 
higher education has been followed by only a few researchers (Hurajová and Luprichová, 2017;Chmelíková 
and Hurajová, 2019; and Kováčiková, 2020). Hurajová (2021) addressed the need for cooperation between 
the teachers of professional courses and language teachers in higher education. Kováčiková presented the 
concept of educating young teachers on CLIL principles at a teacher training college level. 

 Further, the studies of D’Alessio and Hardie (2019) looked into the specifics of CLIL depending on 
the type of school (from primary to university). They focused on implementing CLIL in the university 
context and bachelor degree students at the University of Applied Sciences and Arts of Southern 
Switzerland. They found a possible gap between relatively low learners' language mastering and rather 
complex content learning.   In his study, Yang (2016) assessed the efficacy and effectiveness of employing 
CLIL in higher education in Taiwan. In the following study, he (2018) discussed the factors affecting CLIL 
materials' perception within CLIL application in the National Polytechnic University in Taiwan. Still, further 
insights and deeper analyses are necessary in order to gain broader perspectives on this issue.  

 
CLIL teacher profile 
As seen in the previous section, the CLIL teacher is of utmost importance in the whole process of CLIL 

implementation. He is not only a doer of the instruction itself, but in many cases, they train to master CLIL, 
and at the same time, they promote CLIL in the eyes of the school environment, including passive colleagues 
who have not decided for CLIL yet (Infante, Benventuto, and Lastrucci, 2009). 

The profile of a teacher, in general, includes several aspects, mainly in non-measurable instances such 
as He/she is friendly, motivating, inspiring, patient, positive, open-minded, respectful (Sadker, 1991 in 
Turek, 2010) or He/she ... can explain the content well,  ... can use time efficiently, ... knows his/her subject 
very well (Black, Howard -Jones, 2000 in Turek,2010); he/she seeks for constant improvement of his/her 
work, can communicate well with students, parents (Young and Shaw, 1999 in Turek, 2010), etc.  Another 
big-scale research (Education International, Oxfam Novib, 2011) towards teachers competence profile 
conducted questionnaires and interview with various stakeholders including stakeholders, such as teachers’ 
unions, teachers, teacher trainers, the Ministry of Education, the Education Secretaries of States and 
universities in South Africa, New Zealand, Canada, Chile, Brazil, India, Malaysia, the Netherlands, Slovenia, 
Mali, and Uganda. The research came to the following results stating some personal qualities: patient, 
flexible, open-minded, dynamic; pupil/student-centred qualities: “likes children” (p.78), “cares for 
children” (p.99), “listens to pupils, supports pupils, sees them as human beings with dignity” (p.119), not 
forgetting professional knowledge and skills and knowing the subject matter well. One of the profiles also 
mentions being sensitive towards different backgrounds and having managerial abilities. Most of them agree 
on constant professional development.  
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However, there should be some new aspects to the CLIL teacher profile. The discussion on the 
differences or distinguishing qualities of CLIL teachers from teachers, in general, is developed in several 
works.  

We looked at the CLIL teacher profile from different angles: prescribed profile for the education of 
CLIL teachers, a reflection of experienced teachers, and a comparison of views of content teachers and 
English language teachers.   

As one of the CLIL implementation leading countries, Italy introduced CLIL as mandatory in secondary 
schools in 2013 in the Reform Law (Eurydice, 2013) and determined CLIL teacher profile (Table 1). 
 

Table 1. CLIL teacher profile (the Italian Ministry of Education, Decree of 16th April 2012) 
(Cinganotto, 2016) 

 
Language dimension: The teacher  
• has a C1 level of competence in the foreign language (CEFR) 
• is able to manage, adapt and use subject materials in the foreign language 
• has a mastery of the specific subject language (specific lexicon, discourse types, text genres and     
   forms) and of the subject concepts in the foreign language. 
 
Subject dimension: The teacher 
• is able to use the subject knowledge according to the national curricula of the relevant school level 
• is able to teach the subject content integrating language and content. 

Methodological dimension: The teacher 
• is able to plan CLIL paths in cooperation with language teachers and teachers of other subjects 
• is able to find, choose, adapt, create materials and resources to enhance the CLIL lesson also  
   using ICT 
• is able to plan a CLIL path autonomously, using methodologies and strategies aimed at fostering 
the learning of content through the foreign language 
• is able to identify, create and use assessment tools that are consistent with CLIL methodology. 
 
 
Based on the Decree and stated profile of a CLIL teacher, training courses addressed to in-service non-

linguistic subject teachers were designed. The courses covered especially language education and 
methodological courses focused on CLIL.  

The second research dealt with the reflection on CLIL from experienced teachers conducted by Infante  
et al.  (2009). Reflections on CLIL experience were collected and complemented by their views on 
collaboration within the community and materials they used in CLIL lessons. The findings include important 
messages that CLIL "changes the way teachers teach outside CLIL context," bringing methodological 
innovations and new good practices into the everyday life of teachers making their instruction "more flexible 
and organic." On the other hand, it also brought up some issues which need to be addressed. From the 
practical point of view, teachers requested “substantial and systematic training” and creating a network or 
CLIL community for exchanging materials and experiences. Additionally, teachers experienced "the lack of 
materials available, the absence of collaboration in the planning stage," and they also had “some difficulties 
in properly integrating content and language and creating an authentic and real setting in the classroom” 
(Infante et al. 2009, p.162). 

Mesmaeker and Lochtman (2014) researched perceptions of CLIL teachers. The authors use a three-
pillar approach considering CLIL teacher's professional orientation (a teacher's job as an innovative, creative, 
and team-playing professional). They are task orientation (taking a pupil-oriented or content-oriented 
approach) and self-efficacy (teacher's motivation, commitment, and enthusiasm), mostly based on teachers' 
knowledge and beliefs. The results indicate that CLIL teachers rely on and wish to have collegial teamwork 
and joint responsibility for the lessons. On the other hand, the CLIL teachers have a more balanced view of 
the instruction of content and language-focused lessons; however, they require more pedagogical literature 
and training on the instruction of integrated teaching.  

As CLIL combines two teaching areas: content and language, we were also interested in comparing how 
teachers perceive the difference between language and content subjects as teaching the language is 
considered different from teaching other subjects. This topic was examined by Haukas et al.  (2021). The 
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overall impression that teaching a language is more stressful than other subjects was supported by the 
argument that teachers and students suffer from language anxiety when communicating in the classroom. A 
foreign language belongs to a person's whole social being, personal identity, cultural identity, and social 
behaviours. Nevertheless, opposite to this, more autonomy is experienced within the language subjects. An 
essential factor bringing more students engagement is that teaching the language includes teaching life skills 
that need to be practised regularly. Comparison with other non-language subjects also mentioned different 
pay scales and different attitudes of students and society towards the subject (especially to the language, 
which is sometimes affected by political mindset). The items remaining in common for both subjects 
included a need to maintain the teachers' professional skills (language, music, fitness), not omitting their 
pedagogical training.  

Another approach towards teaching language and non-language subjects was investigated by 
Novotná et al. (2001). The specific combination of mathematics and English was presented by bilingual 
education. The primary abilities of CLIL teachers consist of a good command of the language and adapting 
their instructional support to scaffold the students towards achieving mathematical competencies. The final 
description of a CLIL teacher depicts him/her as a teacher mastering content-language, being able to 
contextualise the content and break down and reassemble the new items of the content embedded in a 
positive, supportive, praising and safe atmosphere for students (Novotná et al., 2001). 

Regarding the research tool, SWOT analysis was chosen. Despite SWOT analysis being a framework 
used to evaluate a company's competitive position and to develop strategic planning (Kenton, 2021), it has 
also been used in educational research (Fardani et al., 2020; Alneyadi, 2021; Harausová and Luprichová, 
2017; Kováčiková and Prokeinová, 2012). This research instrument enables systematic analysis of more 
aspects and thus helps in decision-making processes. It was also used in the research study to evaluate 
interviews with students regarding their perception of online education (Hergüner, 2021). Another research 
carried out by Longhurst et al. (2020) used SWOT analysis to evaluate the data collected from a 
questionnaire focused on the current online method of anatomic education.  Similarly to the present research 
study, the authors also assigned the selected themes to one of the four areas of the SWOT analysis.  Most 
commonly, “SWOT analyses are used at the organizational level to ascertain how well a particular project is 
performing” (Shewan, 2021). The wide range of SWOT analyses used in the educational field concludes the 
research used to show the self-learning potential of the Communicative English Language Skill Improvement 
Programme in the study by Alcantud Díaz and Soler Pardo (2020). However, the quantified analysis has 
been conducted very scarcely. 

One example of the use is provided by (Chang and Huang, 2006). The four descriptors are divided into 
controllable internal descriptors such as Strengths listing the qualities separating the project or organization 
from its competitors, in our case, other universities. Weaknesses specify the factors stopping the organization 
from performing well. Furthermore, there are uncontrollable external descriptors, particularly Opportunities 
describing only favourable external factors, which might give an advantage over the competitors, and 
Threats, which cannot be affected by internal factors. Threats usually mention something that might harm the 
organization or the project (Kenton, 2021). Four strategies depend on the strongest quadrants from the 
internal and external factors (Váchal andVochozka, 2013). They are:  

Strengths – Opportunities – an offensive strategy – using internal strengths to take advantage of 
opportunities. 

Strengths – Threats – defensive strategy – using strengths to minimise threats. 
Weaknesses – Opportunities – cooperation strategy – improving weaknesses by taking advantage of 

opportunities. 
Weaknesses – Threats – elimination strategy – working to eliminate weaknesses, sometimes it leads to 

liquidation or closing the company. 
 
Aim and hypothesis 
To describe the starting point for CLIL implementation, we focused on the subject teachers we need to 

know the language background, expertise background, professional-pedagogical skills, and views on the 
feasibility of CLIL implementation at the technical university. Defining a CLIL teacher profile seems to be a 
very complex and rather personal topic that involves not only knowledge but personal subjective beliefs and 
attitudes towards the profession of a teacher. The research aims to describe the situation using various 
sources, mainly interviews, to state the variables or conditions which need to be addressed before 
implementation of CLIL. The crucial ingredients of the CLIL are teachers, so we need to find out the main 
issues they are struggling with and the advantages we can rely on in CLIL implementation. 
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Other influencing factors might include the level of the educational institution since it affects the 
content of the lessons and the functional management at the school. The following research was conducted to 
identify and evaluate university teachers' CLIL potential at the Technical University in Zvolen, Slovakia. 
The CLIL potential is defined as the competencies and willingness of the university educators teaching 
professional subjects (subject teachers) to implement CLIL methodology in their future teaching.  The 
research is based on the three pillars (cf. Eurydice, 2013), i.e., subject field knowledge and teaching practice 
in that particular subject, foreign linguistic competencies (primarily English), and acquisition of CLIL 
methodology.  

The main research questions to be answered in the research are: 
1. Are professional teachers ready to implement CLIL methodology into their teaching? 
2. What are their strengths to support the implementation of CLIL? 
3. Which weaknesses of teachers need to be dealt with to implement CLIL? 
4. Are there any other parameters that might affect the implementation of CLIL at the tertiary level of 
education? 
The answers to these questions shall provide the basis for further development, which can then be 

planned according to the Strategic Management Model (SMM) of Wheelen and Hunger (2012). SMM starts 
with Environmental Scanning, which means gathering the information, entering data into SWOT quadrants. 
The first stage is followed by Strategy formulation consisting of Mission, Objectives, Strategies, Policies 
leading to Strategy Implementation umbrellaing Programs, Budges, Procedures and finishing the whole 
development with Evaluation and Control checking the actual results. The result of this paper shall be to 
decide on the strategy which could be developed into objectives and plans to implement the strategy. 

 
Methodology of Research 
Research Design 
This research is qualitative and inductive; it stems from the data from the analysis of the interviews with 

fifteen university educators from the faculties provided under the Technical University in Zvolen, namely the 
Faculty of Wood Sciences and Technology, Faculty of Forestry, and Faculty of Technology.  

 
Participants  
Fifteen teachers were divided into three groups according to the length of their teaching practice, 

understanding that there might be common features. Group 1 covered four university teachers with teaching 
practice from one to ten years. Group 2 consisted of five educators teaching from fourteen to 25 years and 
Group 3 with six teachers with their teaching practice ranging from 20 to 35 years. The assumption for the 
division was that the length of the teaching practice predetermines their teaching practices, beliefs, and 
attitudes (cf. OECD, 2009). The answers from the interviews were recorded. 

The individual groups taking part in the research are described as follows: 
 
Group 1 – Ph.D. students and young teachers (1 – 10 years of practice), 4 participants  
Level of English: B1, B1-B2, to B2 
Subject knowledge:  
They all have solid subject knowledge as they have completed the second degree of education (Master's 

degree) two of them have completed Ph.D. studies. None of them has experienced the practice. Their only 
working experience is teaching at university. However, they have some understanding of the content of the 
subject. There is a view that there is too much theory that the students would not use in practice. They all see 
a lack of practice at the university; therefore, they suggest on-site practice in companies or include real-life 
topics into the discipline's content.  

English language preparedness:  
Based on their previous language studies, they all judge their B1 to B2 level; they can use English to 

study and teach. They claim that reading technical articles improved their knowledge of English most. 
However, they still miss-communication practice. Using English in teaching might be a significant help in 
practising at least some spoken language.  Using English in their teaching is seen as a challenge and method 
of professional and personal growth. 

On the other hand, it would impose stress and even fear on one of them. To reduce the stress and 
support confidence in teaching in English, they would welcome and appreciate the consultation and 
cooperation with the language department at the university. Other means of language progress are foreign 
stays, including Erasmus mobilities, expertise lectures in English. Teaching international students would 
mean a powerful urge to prepare and teach in English. Teaching Slovak students in English would require 
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dividing them into language categories so that the most advanced students would understand English 
instruction and technical content simultaneously. The less English skilled students are seen as impossible to 
be taught in English as there would be no or very little understanding of the technical content.  

To summarise their relationship towards English, it can be stated that they understand the prevailing 
importance of English in the academic environment, and their mastering of English is already at the CLIL 
applying level. Finally, they are eager to use English in their teaching and consider this a natural way for 
their competence growth. 

Pedagogical background: 
This group consists of young and relatively pedagogically uneducated teachers. One of them has 

completed a teacher training course, and the rest of them have not completed it yet. The absence of 
pedagogical training is reflected in using a narrower range of activities in their lessons and struggle in 
managing the lessons (difficulty to provoke discussion, copying their previous teachers’ methods, lack of 
innovative teaching methods, no e-testing). However, they would like to improve their pedagogical skills and 
learn methods or approaches, including implementation of CLIL into lessons. The activities they often use 
include teacher-student communication, student presentation, real-life-like projects.  They mostly want to 
participate in a teacher training course designed to teach university students and be enriched by rhetoric. One 
of the interviewees commented on another aspect of their work that "the management of university focuses 
more on scientific publishing than on working with students," which naturally carries side-effects degrading 
the quality of instruction and motivation of teachers to implement innovative teaching methods.  

 
Group 2 – University teachers with 11 – 25 years of practice, 5 participants 
Level of English: B1 – C1 
Subject knowledge: the professional background of all the interviewed teachers is similar; they have 

completed their Ph.D. They have been teaching specific fields of expertise, from technical to business 
specializations. All of them are trying to employ authentic materials and bridge the theory. However, in 
general, they describe the university environment as a place that does not connect with the practice. They 
also critically comment on little collaboration among their colleagues. 

English language preparedness: Three out of five do not feel very confident in spoken English; their 
linguistic self-confidence is stronger in receptive than productive skills. However, all of them realise the 
importance of internationalization and the necessity to learn foreign languages. Their linguistic learning 
history involved working with professional materials, writing papers, and participating in international 
events. Thus, English is a part of their professional lives. They all motivate students to learn English and use 
it whenever possible. All the participants realise that the academic environment requires the use of English. 

Pedagogical background: Four participants completed a methodological course apart from their 
professional expertise. One of the respondents has not taken part in any methodological preparation on how 
to teach. All of them claim that they bridge theories with the practice, with lots of demonstrations and 
examples from professional practice, interactive teaching with pair or group works, discussions, debates, 
development of critical thinking, use of visuals, argumentative techniques, use of authentic materials, use of 
guest lecturing. As for the weaknesses, the design of a lecture as a “one-woman show” is perceived by one of 
the participants as required. Three out of five participants commented on the students' immaturity in 
thinking, preparing, and presenting a quality project. However, this changes with the degree of students, the 
master's degree students are usually more active and better to work with. Another critical remark was given 
to students with special needs as it is difficult to adjust the learning environment for them. One out of five 
respondents is ready to teach her courses in English, and she has already tried teaching the contents of 
specific subjects through English. Others find teaching their courses in English demanding and lack their 
linguistic competencies. From the point of view of lesson planning, they all request methodological and 
linguistic support. They understand the future of CLIL as a collaboration of language and content teachers. 
All but one claims the relevance of teaching professional content through English for Slovak classrooms 
only; however, they primarily see the future in engaging international students. 

 
Group 3 - Professors and Assistant professors (20 – 35 years of practice), 6 participants 
Level of English: A1, B2 – C1 
Subject knowledge:  
The professional background of all the participating teachers is similar; all of them completed university 

education (PhD.), and they have long practice with teaching in their specific fields of expertise (civil 
engineering with the focus on fire protection, civil engineering with the focus on timber structures, various 
chemistry aspects in the field of fire protection, climatology, wood-based materials, and fire and rescue 
services). Three teachers also have rich experience from practice in addition to their academic and scientific 
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activities. The other three teachers have never been genuinely involved in practice; they have only worked at 
the university as teachers or at other positions. However, they cooperate, to a certain extent, with 
professionals from practice. Most teachers declared that they connect the curriculum with practice and 
practice requirements to demonstrate to students the importance of mastering the things they learn. 
Moreover, they mentioned specific examples of how the students are involved in various practical activities 
during either hands-on training, a compulsory part of the particular study programme, or other 
extracurricular activities carried out in collaboration with other professional organizations and companies. 
However, three respondents (those with experience from practice) mentioned that the interconnection 
between university studies in general and practice is not sufficient. 

English language preparedness:  
The level of foreign language skills varies greatly within the group. The first foreign language of neither 

of the respondents was English. They started learning the English language either during their university 
studies or in other individual language courses with native speakers. The four professors also completed 
various study stays and professional internships abroad (Finland, Denmark, USA, China), which greatly 
added to their language development. All of them, except one, mentioned that they could read professional 
and scientific papers in English with comprehension. One of the respondents regularly includes English in 
her lectures, where at the end of each lecture, she summarises the essential information in English. Another 
respondent has rich experience lecturing in English on various topics from his field of expertise (online 
lectures for students at other universities abroad) and even interpreting at various professional events and 
fares. Three respondents also declared the ability to write scientific papers in English. 

Half of the teachers claimed they would find it rather impossible, complex, or stressful to communicate 
in the English language spontaneously. However, all of them agreed that it is crucial to master the English 
language to succeed in the scientific and academic context. Furthermore, all of them would appreciate 
cooperation with language professionals to incorporate CLIL in their lectures and increase their language 
confidence. Since all of them acknowledged the importance of the English language, they would also 
encourage students, mostly the Ph.D. students, to participate in the Erasmus+ programme to practice the 
English language and become more fluent and experienced in using the language in a specific science context.  

All the teachers, except one, highlighted the unquestionable benefits of using English in their courses 
for students. Nonetheless, one teacher did not see any benefits of incorporating English into the classes since 
the students need to master the subject knowledge, mostly related to legislation, in Slovak. Despite the 
declared necessity and benefits of using English in the classes, all the approached teachers identified one 
common threat: the inability of some students (with a low level of language competence) to comprehend the 
lecture content if presented in English.  

Pedagogical background 
Since the respondents received their education in the science field, all of them also completed the 

additional teacher training course. Three participants agreed that the course was not satisfactory because the 
content focused on the lower secondary and secondary school teaching rather than on university teaching. 
Therefore, some of them voluntarily took part in other teacher training courses in Slovakia or abroad (as part 
of professional internships of mobilities). Nevertheless, all of them expressed willingness to update their 
knowledge in this field regularly.  

All the participating teachers actively participate in the education process; they mostly give lectures and 
have seminars to a certain extent. They use a wide range of teaching methods during lectures. The most often 
mentioned methods were discussion, asking questions, and actively involving students in the lecture. In 
addition, if the number of students in the course allows, they try to address the students individually and 
consult their projects or assignments. In several cases, the teachers mentioned that the method selection is 
course-dependent, and they vary the methods according to the course requirements and students.  

 
Instruments and Procedure 
The semi-structured interview (cf. Cohen, Manion, Morrison, 2007; Flick, 2009) covered fifteen 

questions in three areas. (See The interview questions in the Appendix). The first part discussed the teaching 
experience with professional subjects, the second part the linguistic experience and foreign language 
competencies. In the last part, the participants were asked about the possibilities, willingness, and challenges 
when possibly implementing English or another foreign language in teaching professional subjects (CLIL). 
The interviews were conducted online due to the pandemics restricted conditions from February until June 
2021. All the participants provided consent for their talks to be recorded and processed for further research.  

SWOT analysis was used to evaluate the data from the interview. Coding the statements into strengths, 
weaknesses, threats, and opportunities was conducted by three researchers who objectively assessed the 
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answers into the three directions mentioned earlier, i.e., teaching experience, foreign language competencies, 
and their attitudes towards CLIL implementation. In the direction of this research, the collected data were 
analyzed and evaluated. The numerical assessment of individual quadrants (strengths, weaknesses, 
opportunities, threats) was carried out to decide the final strategy.  

Additionally, two other interviews were conducted, namely with the Head of the Human Resources 
Department and Vice-Rector of the Technical University responsible for pedagogical performance at the 
university. They were asked a few questions about requirements for the job profile applied at the job 
interviews and about the criteria to assess the quality of teaching at the Technical University in Zvolen. 

The following procedure is carried out according to Wheelen and Hunger (2012, p. 126). The factors are 
listed in the first column. Then, each factor is rated according to its importance in CLIL implementation by 
numbers from 1 – the least important to 5 – the most important. The importance refers to the subjective 
understanding of the whole process. Each factor is then allocated the weight it holds according to the impact 
on the CLIL implementation process considering the frequency it was mentioned in the interviews. This 
provides an objective dimension to the analysis. The sum of weights in one quadrant shall equal 1.0. 
Weighted Score of every factor is calculated by multiplication of Rating and Weight. Consequently, the 
individual weighted scores are added in each quadrant supplying the final Weighted Scores of Strengths, 
Weakness (which are considered a negative value), Opportunities, and Threats (having a negative value, too) 
and drawn in the graph. (See Figure 1.) As Furgison (2019) and Váchal and Vochozka (2013, p. 434) say, we 
can then decide on the best strategy for our organization or a project. 

 
Data Analysis 
The general statements of SWOT analysis for individual groups are described as follows: 
Group 1 – Ph.D. students and young teachers (1 – 10 years of practice) 
The overall characteristics of SWOT analysis stress the willingness to improve all their skills, including 

language and pedagogical skills. The main weakness outlined the lack of real-life practice, which could be 
reflected in their teaching and content of the curriculum, lack of pedagogical education. External factors 
which they see that could affect CLIL implementation are some external force (a command or appraisal) 
from their supervisors or the university management. The threat that could negatively affect the future is 
decreasing number of motivated students who can master English sufficiently. 

Group 2 – University teachers with 11 – 25 years of practice 
The SWOT characteristic describes this group as strong in pedagogical skills and perceiving the 

importance of English at the tertiary level. Generally, their greatest weakness is the ability to use English as a 
medium of instruction. They also experience a lack of cooperation among teachers. The threat experienced 
by these teachers states students’ immaturity for higher-thinking-skills tasks. The teachers see the possible 
solution in the methodological and language support.  

Group 3 - Professors and Assistant professors (20 – 35 years of practice) 
When considering this group in terms of SWOT analysis, it can be concluded that the common strength 

of all the interviewed teachers is their strong professional background, extensive and rich professional 
experience, and subject knowledge. In addition, another strength is the language proficiency enabling them 
to incorporate the English language into their classes and expressed determination to take part in possible 
teacher training update courses. Most teachers would also welcome the possibility to cooperate with 
language teachers. On the other hand, a situation that would encourage most teachers to include the English 
language into their classes and improve their foreign language competence is the presence of international 
students. A threat identified by many of the interviewees was the possible insufficient level of student 
English language competence that could have a somewhat discouraging effect. 

 
Ethical Issues 
The participants were interviewed based on their oral agreement with recording the interviews and 

processing the data from the interviews. There were no objections against mentioning the extracts of the 
interviews anonymously in any scientific article. 

 
Results and Discussion 
The data from the individual participants within the groups were recoded according to the SWOT 

analysis parameters, i.e., divided into Strengths, Weaknesses, Opportunities, and Threats. The results of the 
re-coding can be found in the final SWOT analysis table (Table 2 a,b). The table provides overall results, 
their weights, and rating determining the final scores for the quadrants. 
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Table 2a. SWOT analysis – overall results: internal factors matrix 

 
Table 2b. SWOT analysis – overall results: external factors matrix 

 

External factors 
OPPORTUNITIES 

Rating Weight Weighted 
Score 

THREATS Rating Weight 
Weight 

ed Score 
- methodological 

support for university 
teachers in teaching 
young adults, 
including CLIL 

3 0.3 0.9 

non-existing 
methodological courses 
for university teachers for 
teaching young adults 2 0.4 0.8 

- language courses in 
order to develop 
productive skills in a 
foreign language 

4 0.4 1.6 

decreasing preparedness 
of students for university 
studies in terms of 
knowledge and 
motivation 

3 0.4 1.2 

- appraisal of extra input 
and effort of teachers 
teaching through a 
foreign language to 
motivate them 

3 0
.2 0.6 

weak language 
preparedness of students 

5 0.2 1.0 

- cooperation among 
international university 
teachers (lectures, 
Erasmus stays) 

2 0.1 0.2 

 

   

 
 1.0 3.3   1.0 3.0 

 

Internal factors 
STRENGTHS 

Rating Weight Weighted 
Score WEAKNESSES Rating Weight 

Weight
ed 

Score 
- expertise in their 

scientific fields of 
teaching – completed 
academic degrees  

5 0.2 1 

lack of experience with 
working in practice, 
only academic 
experience  

3 0.1 0.3 

- implementation of 
established teaching 
approaches and 
methods (based on 
practical issues, project 
work, individual or 
group presentations) 

3 0.1 0.3 

missing interconnection 
between the real-life 
practice and academic 
assignments 3 0.1 0.3 

- willingness to 
implement CLIL into 
their teaching (mainly 
due to 
internationalization) 

4 0.4 1.6 

speaking English - the 
crucial problem 

5 0.6 3.0 

- willingness to 
cooperate with 
language teachers in 
preparation of CLIL 
activities/lessons using 
English for academic 
purposes 

4 0.3 1.2 

methodological abilities 

3 0.2 0.2 

  1.0 4.1     
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As seen in the matrices of internal and external factors, each quadrant has one item with outstanding 
value. Within the internal factors, it is a willingness to implement CLIL into the teaching (1.2), and on the 
other hand, speaking English (3.0) remains the crucial problem for most teachers. The external factors point 
out there is a need for language courses to develop productive skills (1.6) confronted with decreasing 
students' preparedness for university studies in terms of knowledge and motivation (1.2). The calculation of 
the final Score works as adding weighted scores of strengths and weaknesses in internal factors and adding 
weighted scores of opportunities and threats in external factors. However, it needs to be understood that 
Weaknesses and Threats bear a negative value. That is how we came to the final Score of the Internal factors 
is -0.1 and of the External factors +0.3, which is described as the red octangle in Figure 1. This result 
suggests the strategy of Weaknesses and Opportunities.    

The future development strategy that resulted from SWOT analysis is the Weaknesses and 
Opportunities strategy, where we should focus on working on the weaknesses by giving a chance to 
opportunities, which in our case, matches the same issue – language speaking ability.   
 

4.0

3.5

3.0

2.5

2.0

1.5

1.0

0.5

4.5 4.0 3.5 3.0 2.5 2.0 1.5 1.0 0.5 0.5 1.0 1.5 2.0 2.5 3.0 3.5 4.0

1.0

1.5

2.0

2.5

3.0

3.5

4.0

4.5

Opportunities

StrengthsWeaknesses

Threats  
Figure 1. Coordinate Matrix showing the results of the SWOT analysis. Coordinate Matrix 

adapted from Chang and Huang (2005) 
 

A thorough analysis of the data shows that having subject knowledge is not enough at the tertiary level. 
It is seen that the existence of the real-life world and practice should be incorporated into the curriculum of 
the subjects and should be presented to students in addition to the academic or theoretical subjects. 

Regarding the language level of the respondents, it ranges from A2 to C1, which gives a realistic picture 
of the current state when there are some teachers with very limited languages skills. Even though they 
understand the importance and necessity of English, they have not started learning it to a satisfactory level so 
far. Therefore, to start learning the language, they would need a stronger push or strict requirement from the 
employer, who focuses more on publishing than on teaching status. What is seen as necessary is that they 
want to learn or improve the language, especially the productive skills, quite often in cooperation with the 
language centres. 

 Cooperation is another striking finding. The need and zeal for cooperation among the subject teachers, 
language teachers, school departments for international mobilities, methodological centres, even practical-
life companies appear in all three groups at numerous moments. Working on the methodological preparation 
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and “methodological updating” stands out of all respondents’ views. What needs to be stressed is that the 
methodological courses should be tailored to the needs of tertiary education, which is different from primary, 
secondary, and even from andragogy. Other important views include the university's relationship with 
teachers, which plays a significant role in teachers' motivation. The teachers call for the appraisal of their 
extra work when implementing modern didactic approaches. 

The final finding is the preparedness of students for their university studies. It is considered an outside 
threat as the preparedness decreases in several dimensions (motivation, general knowledge, and language 
skills) and might affect the success of CLIL dramatically.    

The two interviews with the representatives of the school management brought the following findings: 
- the applicant for the position of teacher of specialised technical subjects should have pedagogical 

education. If they do not, they are offered the 2-year pedagogical training course provided by the outsourced 
yet specialised institution. Furthermore, updating or specialised methodological training for teachers is not 
offered, neither required. 

- The feedback on quality instruction is evaluated (if wanted) based on students’ replies in the Teacher 
Evaluation Form within the University Information System or the superior's opinion (usually, the head of a 
department). Outstanding performance in the pedagogical process is awarded by the Prize of Jan Amos 
Comenius once a year. 

- Bilingual teaching is not required nor monitored. It is based on a personal initiative. The language 
abilities of the employees are checked only at the job interview, i.e., once in 2-5 years; only in the written 
form. The employees must answer questions in the 1-page extent. No other language skills are checked. 

- The school management can make some interventions or impose requirements on further education 
of the employees regarding their language or didactic education. 

So, the answers to the research questions are as follows: 
1. Are professional teachers ready to implement CLIL methodology into their teaching? 
The teachers are partly ready to implement CLIL into their teaching. Some of them whose English level 

is sufficient, i.e., at level B1-B2 of the CEFR, are ready and willing to implement CLIL into their teaching. 
2. What are their strengths to support the implementation of CLIL? 
The main asset of the teachers is their positive attitude towards CLIL. As they all understand the 

importance and need of English for teachers and tertiary students, they all accept the urge to use English in 
their content subject. The further investigation shall be completed on the percentage of language part within 
the disciplinary subjects. Another supporting argument points out the acceptance of cooperation with mainly 
but not limited to language teachers.  

3. Which weaknesses of teachers need to be dealt with to implement CLIL? 
The SWOT analysis revealed that the main weakness is language skills, namely the ability to speak or 

use English as the medium of instruction. Most of the teachers use English in writing and reading foreign 
literature to learn the latest scientific findings. However, they need to gain confidence in speaking in front of 
students, which sometimes causes speaking anxiety. 

4. Are there any other parameters that might affect the implementation of CLIL at the tertiary 
level of education? 

Putting the results of SWOT analysis and two additional interviews together, we may state that there is a 
significant input of the university management in the successful implementation of CLIL for providing 
language courses and methodological update courses to maintain an excellent professional level of university 
teachers. Additionally, the situation might be significantly affected by decreasing the level of language skills 
and students' motivation to study at a university. Another aspect shows that there is a niche in teachers 
training colleges to introduce the subject of CLIL instruction in the pedagogical curriculum of future 
disciplinary teachers.  

 
Regarding the methodological background, the results show that there is also a niche in methodological 

support to the university teachers. Even when given, it is often considered formal and unrelated to the 
practical needs of university teachers.  The aspects mentioned by other authors (Haukas, Mercer, and 
Svalberg, 2021) pointing at the teacher’s and students’ language anxiety can be seen as the weakness for 
most tertiary teachers.  

One of the possible threats mentioned in the SWOT analysis was decreasing level of preparedness s of 
students in terms of motivation and language can be helped by the efficient CLIL or ESP instruction as 
mentioned in the study of Arnó-Macià et al. (2020). The study focused on the perceptions of students on ESP 
course efficacy, which revealed overall satisfaction with English-taught courses and greater awareness of the 
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nature of technical communication and yielded more profound insights into students' strategies. The data 
stemmed mainly from surveys administered at the start and the end of an ESP course at three universities. 

 On the other hand, the wishes for cooperation with language teachers and collegial teamwork  
(Mesmaeker and Lochtman, 2014) are shared across the educational levels and the desire to get more 
literature and information sources informing the teachers on innovative approaches and CLIL.  

Nevertheless, another aspect that is not precisely mentioned in the CLIL 3-dimension profile is the 
effect of the school management. Some of the responses included the notion of school/university 
intervention, whether in the form of appraisal or a formal requirement necessary to make the change, 
meaning the implementation of CLIL, happen. As Quality Educators (Education International, 2011, p. 50) 
say, “change cannot be successful without stakeholders feeling ownership towards it. Although disagreement 
exists on the level/intensity of participation, in most of the case studies, the MoE, unions, the profession, 
academics, and other sector organizations have at some point been involved. Interestingly, parent and student 
organizations are not necessarily part of the process of development of the CPs.“ It is natural that at the 
university level, the communication with parents is not appropriate anymore; however, the student 
organizations hold a solid position at universities but rarely affect the way and the orientation of the 
university education. Nevertheless, they might have a word in fostering the quality of education, which is 
connected to introducing language and content integrated learning. 

This research is a partial study of research that aims at the potential of CLIL implementation at the 
Technical University in Zvolen from the students, teachers, and management.  

 
Limitations 
We tried to apply a genuine and objective approach in the research. However, the advantage of personal 

judgment and understanding may not work for the objectivity of the research. Therefore, the following 
drawbacks of SWOT analysis appear rather naturally - all the key factor ratings are measured subjectively 
(e.g., 1–5 points). Therefore, objective and quantified data are lacking. Chang and Huang (2006) suggested 
adding quantitative descriptive data. 

Regarding this research, the cure could be to add some quantitative data to individual factors, such as 
the number of available language courses completed or available, the number of foreign study stays attended 
by teachers or students, the number of international students in the course, the data on the language level of 
students enrolled in the university studies. The last-mentioned quantitative data could answer the question on 
the decreasing language level of freshers - the more extended period monitored, the more reliable data 
achieved. Secondly, non-uniformity may occur when answering the same question because the key factor 
weights are scored subjectively by the evaluation group without a consistency test. As Yu Bin (2014, p.2) 
suggests, the SWOT analysis can be improved by conducting AHP (analytic hierarchy process), including 
calculation of the Consistency Index (CI), Random Index (RI), Consistency Ratio (CR). 

The number of participants in this research also needs to be addressed. In general, increasing the number 
of participants would improve the reliability of the results. Moreover, dividing them according to a different 
criterion such as the level of language mastering, the home institution, the academic rank, experience with 
foreign work stays would not have to bring the same results as the division of the participants into groups 
according to the criterion of the length of their pedagogical experience. However, regardless of the group 
division, all answers were recorded and placed into the SWOT matrix. 

 
Conclusions 
The research which dealt with the implementation of CLIL at the tertiary level investigated the CLIL 

teacher profile. Based on the SWOT analysis of the interviews of university teachers with various lengths of 
teaching practice (from 1 to 35 years), academic rank (Ph.D. students to professors), and level of English 
according to CEFR (A1 to C1). We came to the following conclusions: 

- content knowledge is connected not only to knowing the state-of-art information but also having the 
experience and understanding of real-life practice, 

- language knowledge remains a weakness and needs to be addressed with great attention to achieve 
level B1-B2 necessary for the implementation of bilingual education, 

- university teachers are willing and eager to learn methodology useful for CLIL implementation, 
- a real threat is the decreasing level of knowledge, motivation to study, and language mastery of 

Slovak students enrolling in university, 
- the intervention of the university management can have significant effects regarding the international 

students' presence, Erasmus stays and requirements on and consequent appraisal for the execution of 
bilingual or team teaching, 
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- there is a niche for pedagogical institutions to supply and tailor methodological courses for 
university teachers. 

The results of follow-up research might be different because they would be strongly affected by having 
a positive or negative experience with team teaching or introducing CLIL activities into lessons. 
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